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ABSTRACT

This dissertation examined the correlation of academic performance of adolescents and
the Big Five personality raits, as well as gender and age differences one and two years
t

later. An archival sample of 542 6th graders, 446 9th graders and 341 12th graders from the
. southeastern United States were used. All five of the Big Five personality traits were
found to significantly correlate with GPA at all three grade levels except for Extraversion
with 12th graders. Correlations between personality and GPA were not statistically
different for 6th, 9th, and 12th grade males and females. Agreeableness was a consistent
predictor across all grades with R 2 of (.03,p < .001), (.07,p < .001), and (.08,p < .001)
for grades 6, 9, and 12. Overall, regression results revealed the Big Five traits accounted
for 12%, 9%, and 8% of the variance in GPA at each grade level. Longitudinal data
revealed that personality at Time 1 predicted GPA at Time 2 and Time 3 with multiple
R's of (.35, R 2 = .17), (.30, R 2 =.09) and (.29, R 2 = .08) for i\ 8th, and 10th grades
respectively. These findings further demonstrate the criterion-related validity of the Big
Five in an academic setting that traditionally has focused on cognitive ability to predict
academic success. Implications and future research are also discussed.
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1
CHAPTER I
INTRODUCTION AND REVIEW OF THE.LITERATURE

Overview

. Assessing academic ac�ievemenf for adolescents has traditionally relied <?n
cognitive ability to predict school success. Howev�r, personality assessment is also
proving to be a fertile source for predicting school performance. A student's academic
achievement is an important criterion that c�n predict how well an individual performs in
future environments such as college or employment. Criterion-related validation is a
necessary step in establishing what traits are rel�ted to academic achievement. Several
different personality instruments ,hav� been used to predict grades from personality traits
with varying results. Currently, the Big Five model of personality is the most widely
accepted method of measuring personality but only recently has the Big Five taxonomy
been applied to adolescents. The following overview of literature will focus on the
development and validation of adolescent personality assessment measures with the
criteria of academic achievement.
. Attempts to assess personality for individuals under the age of 18 is a complex
task because a child is not born with a personality that can be measured in the same
manner adult personality can be measured. For example, most 5 year-old children cannot
complete a self-report personality inventory. It is even difficult to create a personality
inventory considering researchers disagree on when personality is formed and how it can
be measured.
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Researchers often use temperament, instead of personality, to study the
differences in children's (ages 5-12) behaviors and emotions (Shiner, 1998).
Temperament refers to biological traits that are apparent in infancy and are considered to
be a pre-cursor to adult personality. Over time, temperament interacts with environmental
influences and eventually becomes what is known as personality. Most of the literature
on elementary children has focused on using temperament-based models· to study
personality (Shiner, 1998). Studies show that early patterns of temperament are related to
· personality development and ultimately, a child's ability to adjust and succeed in the
school environment (Thomas & Chess, 1977). For example, 5 year-old children with the
temperament style of"Slow-To-Warm-Up" have.been correlated with poor academic
performance in grades 1-6.
As a child advances into the adolescent years, temperament develops into
personality and consequently, new instruments must be developed specifically for
adolescents. Adolescence typically refers to ages 12-18 (Coon, 1997). Efforts to li1*
adolescent personality and school achievement were made as early ·as the 1940's and
1950's, but substantial progress was not made until later in the 1960's (Barton, Dielman,
& Cattell, 1972). At that time, new personality measures were being developed that were
considered an improvement from the previous instruments. Among the more commonly
utilized personality inventories are the Eysenck Personality Inventory (EPI), the Sixteen
Personality Factor Questionnaire (16PF), the High School Personality Questionnaire
(HSPQ), and the NEO.
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The EPI, developed by Eysenck categorized personality into three broad
dimensions- Extraversion, Anxiety, aQ.d Psychoticism (Eysenck, 1967). This instru�ent
_has been widely_used, mostly in the 1970's. With the development of new theories and
new perspectives on personality theory, some researchers ·consider using only three
factors as "rough and unstable" (Cattell, et al., 1952, ·p.40). Eysenck's theory is regarded
_as not comprehensive due to ·its failure to account for traits related primarily to Openness
(Costa·& McCrae, 1992). Eysenck rationalized not using Openness by explaining that it
was merely the opposite of Psychotocism and therefore not a fourth factor ofpersonality
(Eysenck & Eysenck, 1985). However, this explanation is not supportable because the
relationship of Openness and Psychotocism is not significant and more impo_rtantly, not
significantly negatively related as would be expected, r = .05 (McCrae & Costa, 1985).
As personality instruments evolved, one of the most frequently administered and
analyzed tests is the HSPQ. Derived from the 16PF, Cattell and Cattell (1969) created the
High School Personality Questionnaire (HSPQ) to be specifically used in educational
settings for ages 12 to 18. The instrument consists of a set of factorially independent
descriptions of personality such as· sociability, conscientiousness, and self-control. The
HSPQ has 14 factors instead of 16 and was written in a language more easily understood
than the adult l 6PF. Differences between the HSPQ and the 16PF include deleting factors
M (imaginative), N (shrewdness), and QI (radicalism) in the HSPQ and adding factor J
(passive individualism). Some success was found for using the HSPQ as a predictive tool
with school achievement but the measure is outdated. Items referring to activities and
jobs 30 years ago are often unrelated or unknown to test-takers in the 21st century. During
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the 1960's and 1970's, the HSPQ. was the primary instrument for assessing adolescent
perso1:1ality. This measure does not use contemporary language or concepts and in many
ways are inapplicable to adolescents in the 21st century. For example, some items use
obscure references such as, spending time in a "duck shooting match", which is not as
appropriate for today's youth such as perhaps it was decades ago (Lounsbury, et al.,
2003).
While the HSPQ has been the leader of adolescent personality assessment since
the late 1960's, the Big Five or Five-Factor model ofpersonality is quickly gaining
· ground (De Raad, 2000). The Big Five traits, often measured by the NEO in the adult
population, were not derived from a theoretical perspective but empirically. Factor
analysis was performed on several different personality measures which consistently
resulted in the same five robust factors ofNeuroticism, Extraversion, Openness to
Experience, Agreeableness and Conscientiousness (Goldberg, 1990).
Conscientiousness is one of the most widely studied and commonly cited factors
in personality literature, especially when related to performance measures (Barrick,
Mount, & Judge, 2001). Conscientious individuals are typically hard working,
responsible, and organized. The trait exemplifies what is representative of a "good"
student in terms of being prepared and following the rules. Agreeableness is also
reflective of favorable behaviors such as being considerate, getting along with others, and
being empathetic. Whereas Conscientiousness is more apparent in task completion,
Agreeableness is generally demonstrated in social interactions. Socially, an agreeable
person could work harmoniously in a team setting and would be generally liked by others
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and not viewed as one to start conflict. Low scorers are more likely to be oppositional
and contentious (Lounsbury & Gibson, 200 I).
Extraversion is also frequently displayed in social situations arid refers to being
talkative, gregarious, and friendly. An extraverted person tends to direct attention
outward to other people and is enjoys being sociable. Individuals who score low on
Extraversion tend to be more inwardly focused and less likely to participate in social
activities.
Individuals with high scores for Neuroticism are more likely to be anxious and
experience stress under pressure. Low scorers are higher in emotional stability and tend
to adapt better in stressful environments.
The last of the Big Five traits, Openness, has traditionally been the most.
controversial due to less clearly defined trait boundaries. Some of the characteristics
include curiosity.; interest in learning new ideas, and experiencing culture. Low scorers
tend to be less willing to try new things and more inclined to prefer conventional
methods. The most notable aspect of this trait is its relationship to intellect, as it is
sometimes referred. Intelligence has been the trait most _useful for predicting academic
performance.
The Big Five· traits have been accepted as fundamental dimensions of personality
after gaining support from studies demonstrating general�zability across cultures (McCrae
& Costa, 1997; Salgado, 1997), stability over time (Costa & McCrae, 1988), and a
genetic basis (Digman, 1989). Also, a recent study (Ramanaiah, Rielage, & Cheng, 2002)
found support for the Big Five as a representative model of temperament. A factor
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analysis of the NEO and Cloninger's Temperament and Character Inventory (Cloninger,
Pryzbeck, Svrakic, & Wetzel, 1994) showed empirical evidence of four factors and
moderate support for the fifth factor of-Extraversion.
In the 1980's, Digman and his colleagues began researching the existence of the
Big Five in school aged children and successfully identified the five factors in an
. elementary school sample. (Digman & Inouye, 1986). � Italian study also found five
factors of personality (Barbaranell, Caprara, Rabasca, & Pastorelli, 2003) in children ages
7-13. A study (John, Caspi, Robbings, Moffit, & Stouthamer-Loeber, 1994) based on
inner city boys found five factors but also found two additional factors resulting from a
division of the Extraversion and Neuroticism factors into four factors instead ofjust two.
Extraversion was split into sociability and positive activity and ne�roticism into ·anxious
distress and irritability. These extra factors were considered to be error variance or
perhaps an age-specific finding. The authors proposed that the split in the Extraversion
and Neuroticism factors might resolve itself in adulthood by integrating into the two_
whole factors of extraversion and neuroticism. Replication of this study with a more
diverse sample than inner city boys was suggested before accepting a "five plus two"
model of adolescent personality.
Contemporary personality research has shifted to the use of the Big Five. Despite
abundant use of the Big Five with the adult population, the Big Five have been
infrequently measured for adolescents. The current status of personality assessment for
adolescents appears to be headed in the direction of emphasizing the Big Five perspective
and replacing outdated tests such as the HSPQ. The existence of a personality structure
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for adolescents has been established and, therefore can be measured. For bot}l research
and practical.applications, adole�cent personality research needs to increase t�e body of
knowledge on adolescents and the Big Five. One way of doing this is by exploring
relationships of personality through validation studies. Owing to the lack of Big Five
instruments tailored to the adolescent population, not much is known about how well the
Big Five can predict criterion such as academic achievement
It is important to continue to build upon the adolescent personality research by
replicating criterion-related validity shown with grades or other measures of academic
achievement such as subject tests. By continuing to explore new measures of adolescent
personality, researchers c�n offer new and practical ways to assess adolescents and
communicate their findings in a language understandable to everyone. In school settings,
predicting academic achievement would serve as a useful tool for schools, guidance
counselors, teachers, parents, and students. Schools can adjust curriculum, train teachers,
and have an overall increased awareness of how to better serve students based on the
relationship between personality and achievement.
Academic Achievement and Personality

Academic achievement is an important criterion that measures how successful a
student is in school in terms of grades or subject-related tests. It is not success as
measured by criteria such as achievement in sports, social skills, leadership, or even
emotional adjustment. While all of these criteria can influence a student's overall well
being, school success for the purpose of this study refers to objective measures of
academic achievement in the classroom.
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Academic achievement is how most teachers evaluate how well an individual is
· performing in school and measure this performance �y GPA. As students leave high
school and eventually become employed, again their performance is evaluated but use
differe�t measures that m�y include, customer satisfaction, supervisors'· ratings,
attendance, or even safety. The relationship between performi�g in school and
performing in a job setting is. thought to be similar. Both environments haye set
\

expectations of what is required to do well and each individual is held accountable for ·
their effort towards
achieving specified goals. The parallelism
between the. two realms of
.
.
. work and school generated the proposition that "school is work" (Munson & Rubenstein,
1992). For decades researchers have postulated that school is a �aining ground for work
(Cohen & Lazerson, · 1973; Bowles & Gintis, 1978). Consequently,_ the implications for
future job success are suggested by a student's school success.
A comparison of high school students and a sample of manufacturing workers
demonstrates the idea that school is analogous to work in a study by Lounsbury, Gibson,
Sundstrom, Wilburn, & Loveland (2003). Significant correlations ranging from .18 to .46
were found for six personality traits- Conscientiousness, Agreeableness, Openness,
Emotional Stability, Optimism, and Work Drive, with performance in both samples.
Performance for students was measured by GPA and performance for workers was
measured by supervisor ratings. The similarity in the relationships of personality and
performance between the two samples illustrates the psychological equivalence of school
and work.
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Clearly, academic achievement is a significant aspect of a student's scho�l career
but what predicts academic achievement is riot as clear. Academic achievement has.
traditionally been predicted by intelligence and cognitive abilities. Studies have estimated
intelligence to account for 9% to 25% of variance in achieyement scores (Cattell, Barton,
· & Dielman, 1972) and that the correlation between academic performance and cognitive
ability _is consistently in the r = .43-.6 range (Hunt, 1995). Standardized.instruments_, such
as IQ tests, are useful for identifying the potential a student has for academic success. For
example, an above average IQ signifies that a student is capable
of learning in advanced
.
.
classes whereas a below average IQ suggests a student cannot achieve in the same
advanced environment.
While an intelligence quotient triay explain a student's maximal performance,
personality tends to describe a student's typical performance. This is illustrated by a
student scoring high on an IQ test yet having poor grades. The literature suggests
personality may be one possible explanation of the discrepancy in performance scores
and that personality acts as a moderator between intelligence and performance (Barton, et
al., 1972; Cattell, Barton, & Dielman, 1972; A�kerman & Heggestad, 1997). The
research.on criterion-related validity of personality with school performance
encompasses several different personality measures rang�ng from the previously
described to more obscure instruments. The variety of instruments make it difficult to
directly compare specific variables to criterion but some conclusions can still be made
based on the similarities of traits described in each test. The following literature review
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highlights some of the first and more influential studies that have contributed the.body of
· knowledge of academic achievement and personality.
One of the earliest investigations into the relationship between academic
achieyement and personality used the Edwards Personality Inventory, (Oakland, 1969).
This instrument contains 53 scales and. assesse� a wide range
of common behaviors and .
.
traits excluding any behaviors associat�d with psychiatric symptoms. Administered to
241 high school juniors, GPA was used as the criterion and SES 'was controlled for. High
achievers were found to plan work more efficiently (r = .52, p < .0 I), be more
perfectionist (r = .50,'p < .01), plan and organize better (r =. 41,p < 01) and show greater
dependability (r = .44, p < .0 I) which all directly rel�te to performing school tasks.
Additional traits found to correlate with GPA were neatness and orderliness, to demand
perfection in all one does, to enjoy being ·assigned to plan something, and to enjoy
planning details of a vacation. These traits do not specifically describe school duties and
the author suggests that combining the entire �luster of personality traits depict an overall
lifestyle necessary for students to adopt if they are to achieve school success. Students
who want.to be successful in school must incorporate both personality traits and.
•

• •

�

I

behaviors beyond those specifically related to schoolwork.
Oakland (1969) found additional clusters of personality traits with lower but still
positive correlations with GPA including motivation, cooperation with a group, and
conformity. Significant negative correlations were found with avoiding facing problems
(r = -.32,p < .01), absent-mindedness (r_= -.21,p < .01), impulsivity (r_= -.25,p < .01),
being·critical of others (r_= -.21,p < .01) and anger (r = -.21,p < .01). No significant
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correlatio�s were found with shyness, sensitivity to criticism, anxiety about competition,
and feeling misunderstood.
While Oakland's work was o�e of the first attempts to study the relations�p
between academic achievement and performance, the Eysenck Personality inventory
(EPI) was one of the first instnl:ments to be widely accepted and used frequently to study
adolescents and academic achievement. The EPI was a more _comprehensiv·e attempt to
elucidate why personality would be related to performance and included a theoretical
· background establishing a personality taxonomy. The traits identified as Extraversion and
_ ·Neuroticism would continu� to find support as dimensi�ns of personality in future
studies, es_pecially as exemplified by the F_ive Factor Model.
Walsh and Walsh (1978) were particularly interested in the traits of extraversion
and ·neuroticism and used the Eysenck Personality Inventory to investigate the
· relationship to intelligence and sch<;>ol achievement with academically advanced ninth
grade students. Academic achievement was a score computed by tests, quizzes, and
assignments given in English and m�th classes. Results for a ninth grade sample (ages
14-16) showed Extraversion to be unrelated to scores in mathematics and reading.
Neurotic.ism was positively related to mathematics (r = .49,p < .01) but not related to
reading. Further analysis revealed an ·interaction with neuroticism and intelligence.
Students with low levels of neuroticism and scoring above the median for intelligence
demonstrated better academic performance than did students with high levels of
neuroticism. However, students scoring below the intelligence median did not exhibit a
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similar effect; there was no significant relationship between academic performance and
high or low levels of neuroticism.
A notable trend of an interaction between chronological age with extraversion and
academic achievement began to surfaced in EPI research. Up until the ages of 13-14,
extraversion is usually found to positively correlate with academic achievement
(Anthony, 1977; Entwistle, 1972). The correlation changes to negative after early
ado�escence when introversion becomes positively related to academic achievement.
Anthony (1977) examined this relationship using longitudinal data from above-average
intelligent 10-11 year old boys and again at 15-16 years old. Results confirmed the age
personality interaction as the correlations between extraversion and intelligence,
mathematics ability, and English ability all changed from positive to negative over time.
Anthony (1977) proposed two possible scenarios explaining the relationship of
aptitude scores for extraverted and introverted individuals. Do the children with more
ability become introverted over time? Or is extraversion related to a decrease in ability?
Due to the longitudinal nature of this study, these questions could be addressed and it was
found- that both hypotheses were supported. The children who scored highest in
intelligence and English at ages 10-12 became more introverted over time. The
extraverted children showed a decrease in both English and mathematics ability.
Additional studies have found similar evidence concerning extraversion/
introversion but offer different explanations. Seddon (1977) found a significant age
interaction between extraversion and academic achievement. However, these findings
were independent of verbal and non-verbal intelligence and background knowledge.
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Possible reasons were that age is distinct from intelligence and background knowledge
and the age effect is due instead to intrinsic forces such as �aturation. Ages in this study
ranged from 15 year-olds to 19 and up (college students). Neuroticism was also tested for
�n age interaction and no significant effect was .found.
Cross-cultural
effects have also been found with the EPI. ·and specifically with the
.
"age interaction" for extraversion. A study of both black and white South Africans found
support for age effect with a group of 14 year-olds a�d 20 year-old university students
(Orpen, 1976). The school children showed positive, significant correlations with
.extraversion and academic achievement. The university group-showed a negative,
signi icant, relationship with extraversion. In other words, high scores on extraversion
f

predict school success at age 14, and low scores on extraversion predict school success at
age 20. Explanations of this age effect were attributed to either intrinsic effects, such as
maturation, or by concurrent processes not yet uncovered.
The interaction of age with Extraversion has not always been supported and is
further clouded by the cross-cultural findings in a Nigerian study. Extraversion and
academic achievement were found to negatively, significantly correlate with 13 year-olds
(Maqsud, 1980). The authors attempt to explain these findings by pointing to the different
teaching methods and curricular activities. Nigerian schools promote a serious,
concentrated method of classroom instruction at all grade levels filld with little
opportunity for "playful" activities. This type of classroom instruction creates an
environment more closely resembling those characteristics associated with introversion.
In contrast, Western countries are more likely to use playful, participatory activities to

°'
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promote learning, especially in the earlier grades. Playful activities are more closely
related to extraverted characteristics and therefore may provide a partial explanation for
th�se findings.
Both the South African and Nigerian studies also looked for a relationship
.

.

between Neuroticism and achievement. Neuroticism was found to be negatively
·correlated with black, male school children and white, female school children, and to
positively correlate with black female college students in the South African sample. No
significant relationship was found in the Nigerian sample between neuroticisin and
achievement.
While the EPI has certainly been a popular tool for research, the l 6PF offers a
more diverse measure of personality with 15 narrow personality dimensions and one
ability measure. The 16PF is typically administered to adults. Ayers, Bashaw, and Wash
( 1969) were one of the first to utilize this test to investigate incremental validity over and
. above cognitive measures for adolescents. However, support for using personality to
predict high school grades and IQ was not consistent across samples. The results of a
stepwise regression indicated that adding personality variables to cognitive variables did
not significantly add to the predictability of overall GPA, science grade averages, or math
·. grade averages. Further analysis of the l 6PF and its relation to academic measures and
IQ revealed some seemingly confusing outcomes. For example, math grade average
correlated negatively with factor C (emotionally stability) which denotes students scoring
high in mathematics tend to be easily upset and emotionally immature rather than calm,
and emotionally mature. IQ was found to negatively correlate with factor G

15
(cqnscientiousness) which goes against current research and common sense. The authors
explain these confusing results as possibly due to the small subject pool of75
sophomores and their inability to understand the language ofthe 16PF.
Because ofthe inherent pitfalls ofusing an adult personality instrument for
adolescents, the HSPQ was developed from the 16PF (Cattell & Cattell, 1969). Cattell, et
al., (1972) proposed that ability, motivation, and personality each account for
approximately equal amounts ofthe unique variance in school achievement. To test this
hypothesis, sixth and seventh grade students completed the HSPQ, the Culture Fair IQ
Test and the School Motivation Analysis Test (SMAT). These measures were then
correlated with four standardized achievement tests .for mathematics, reading, science,
and social studies. The findings ofthis study showed that personality, as well and
motivation and ability variables do independently contribute to school achievement but
that the importance ofeach variable, or the amount ofvariance explained, depends on the
type of achievement examined. Only one personality variable predicted success across all
four academic areas for both sixth and seventh graders-Conscientiousness. Correlations
between conscientiousness and academic achievement ranged from r=.20 (p < .01) with
science to r=.41 (p < .01) with reading. Wann-heartedness, a trait associated with
Extraversion, was also found to significantly correlate with all four achievement areas for
sixth graders only. For seventh graders, correlations ofthe four academic areas were also
reported for emotional stability (negatively related), selfassurance, and self-sentiment.
Additional personality traits were found to validate with iµdividual subject test
scores such as mathematics correlating with: adventurousness (r = .31, p < .05),
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dominance (r = .22,p < .0?) , tough-mindedness (r =.-.21,p < .01)., and individualism (r
= -.23,p < .01) for seventh graders.
. The Cattell, et al. (1972) study yields.information aboufthe usefulness of
personality assessment in the school system. The results showed that personality �ccounts
for 11% of additional variance in academic achievement above intelligence and
motivation. Despite .this promising outcome, questions still remain regard�ng which
personality variables are the most important for achievement and which relationships ·are
replicable.
Hakstian and Gale (1979) followed up on Cattell, et al. (1972) and attempted to·
identify which personality variables were most relevant in a sample of 10 th grade students
( ages 15-16). The HSPQ was administered and three personality traits were isolated after

a stepwise multiple regression was performed. Factors C (calmness), G
(conscientiousness), and Q3 (self-control) were found to be most predictive of school·
suc9ess. The authors created "Composite P" as a label for the personality trait composite
C + G + Q3. Composite P was also noted to be supported by Cattell (1973) as the three
traits identified as effective predictors of academic ability.·
As with the Cattell, et al., (1972), this study also examin�d academic achievement
as predicted by ability, motivation, and. personality. Further analysis used only Composite
P as � personality predictor rather than all of the traits found in the HSPQ. Ability was
measured by the Comprehensive Ability Battery (Hakstian & Cattell, 1975), and
motivation was measured by the SMAT. Results from a regression again showed support
for all three variables, but the contribution of each variable was not as evenly distributed
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as Cattell, et al., (1972) found. For males, ability accounted for 75%, Composite P
(personality) 13%, and motivational traits 12%. For females, ability accounted for 60%,
Composite P 20%, and motivation.al 20%. Clearly, ability gained more importance as a
predictor but personality was still significant, especially for females.
Using the HSPQ and sixth and seventh graders once again, Barton, Bartsch, and
Cattell (1974) further explored the reliability and validity of personality assessment with
adolescents.
The most significant findings pertain to the traits of anxiety and
,rExtraversion. An ANOVA was performed with each achievement test (reading,
mathematics, social studies, and science) as the dependent variable. Students with high
anxiety levels scored high with respect to scho(?l achievement in social studies but scored
low in science and reading compared to students with high levels of anxiety. In general, .
low anxiety was associated with better performance for males and females in the area of
mathematics and for males only in science and reading. No significant effects were found
for females and anxiety in the areas of science and ·reading. An interesting effect for
performance in social studies and anxiety revealed that both extreme levels (high and
low) result in high achievement. Further analyses found a significant sex and anxiety
. effect with a Tukey test revealing that this effect could be attributed to females with high
anxiety scoring high on social studies.
For Extraversion, both high and low values had an interaction effect with social
studies' scores. The sixth and seventh graders scored high in social studies if they were
extremely high or low on Extraversion. This finding supports Entwistle' s ( 1972)
conclusion that there is an age interaction effect with extraversion starts around grades 6
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and 7. The authors note final conclusions for the importance of anxiety and Extraversion
must take into consideration achievement area (ie, social studies) and age.
The HSPQ continued to gain support for the test's ability to predict significant
variance above ability measures. Mandryk and Schuerger (1974) aimed to replicate
findings such as those previously described by Barton, et al., (1974) and Cattell, et al.,
(1972) by using new sample of469 high school students. Support was found for the
proposition that the HSPQ can account for 20-25% of the variance in school
achievement, with 23% of school achievement accounted for by personality traits in this
study. These findings were similar to other studies and supports the notion that
personality does a reasonably good job of predicting academic success.
A more recent 1996 study using the HSPQ found similar cro�s-cultural results for
high and low achievers in Spain (Forns-Santacna, Martorell-Balanzo, Amador-Campos
and Abad-Gil). Positive correlations with Factors G (conscientiousness) and Q3 (self
discipline) and negative levels ofF (impulsivity) and O (insecurity) were associated with
high academic performance by 14-year-old males. For females, a negative relationship of
warmth and cooperation (A) was related to high aca4emic performance. Regression
analysis showed that for both boys and girls, 18% of the variance in achievement was
explained by personality variables.
Longitudinal studies have been implemented to further demonstrate the validity o°f
personality and school achievement. Schuerger and Kuna (1987) performed a follow-up
study with 840 males ages 11-19 {Time I) to extend the findings of previous longitudinal
studies (Mandryk & Schuerger, 1974; Watterson, Schuerger, & Melnyk, 1976). The
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results confirmed the effectiveness of specific factors from the HSPQ and their ability to
predict school performance, measured by, GPA, 10 years later (average age of 26 for
Time 2). Factor G, Conscientiousness (r = .27, r = .28,p< .05) and factor Q3, self-control
(r = .21, r = .25, p < .05) had the highest predictive power other than intelligence· or

factor B, Time 1 and Time 2 respectively. A negative relationship was found between
Extraversion and school achievement for both Time 1 and Time 2. Extraversion consists
of factors A and F and the correlations ranged from r = -.09 to r =. -.16. The authors note
that a possible age effect from Time 1 and Time 2 with extraversion is difficult to
conclude based on the wide range of ages. The results were not broken :down by age
group or grade but instead reported only by Time 1 and Time 2. As mentioned
previously, Time 1 consisted of boys ranging in age from 11 t� 19. The authors
concluded that their results, along with their predecessors, strengthens the argument of
using personality tests as tools for identifying potentially "at risk" students.
While the HSPQ has been validated in several studies, the Five Factor Model of
personality has become a more prevalent and contemporary method of measuring
personality. Owing to the success of the Big Five in describing adult personality and
predicting performanc_e in areas �uch as employment, it is logical for researchers to study
Big Five in terms of adolescents and criteria such as school achievement.
A comprehensive study of adolescents and the Big Five called the Pittsburgh
Youth Study (PYS) was conducted by John, et al. (1994). This project consisted of
developing a Big Five instrument for adolescents (ages 12 to 13) based on statements
from the California Child Q-set (CCQ; Block &.Block, 1980). This is not a self-report

inventory but a Q-sort technique. The five dimensions of personality were tp.en related to
the criterion of GPA, IQ, juvenile delinquency, childhood pathology, socio-economic
status, and race.
Overall results for the Big Five and GPA were mixed. A positive relationship
between Conscientiousness and school performance was found for all four areas of
reading (r = .20,p < .01), spelling (r = .24,p < .01), writing (r =-.23,p < .01) and math (r
= .20,p < .01). The authors interpreted these findings in terms of Conscientiousness
being the factor most closely related to achievement motivation. This supports Digman' s
(1989) finding that GPA is related to Conscientiousness in high school students.

Significant corr�lations were also found across all four academic areas with openness; r=
.22, r = .19, r_= .17 and r = .19 respectively. Openness is believed to be related to

willingness to learn, curiosity, and interest in new concepts (John, et. all., 1994). No other
trait (Extraversion, Agreeableness, or Neuroticism) was significantly correlated to grades
in -any of the four aca4emic areas.
A more recent Big Five personality instrument developed by Barbaranelli, et. al.,
(2003) was created for late childhood ages 7-13. This self-report measure called the Big

Five· Questionnaire- Children version (BFQ-C), was administered to 1400 4th-8th graders
in Italy. Conscientiousness (r = .13,p < .001), Openness (r = .51,p < .001), and
Extraversion (r = -.13, p < .00 I) were the three traits that significantly correlated with
academic achievement, as measured by grades. This study also confirmed Digman and
Inouye's (1986) findings of five distinct factors for this younger age group.
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Lounsbury, Tatum, Gibson, Park, Sundstrom, Hamrick & Wilburn (2003) have
developed and validated a Big Five personality scale (Adolescent Personal Style
Inventory) using middle and hi�h school .students. The APSI has undergone extensive
research and has successfully demonstrated convergent validity with teacher ratings,
internal consistent reliability, criterion-related validity with GPA, and known-group
validations (see also Lounsbury, Gibson, Sundstrom, Wilburn, & Loveland, 2003;
Lounsbury, Hutchens, & Loveland, in ·press; Lounsbury, Sundstrom, Gibson, &
Loveland, 2003). The internal consistency reliabilities for their Big Five scales were
Neuroticism--.85, Extraversion--.87, Openness--.81, Agreeableness--.82, and
Conscientiousness--.84. The APSI was validated with GPA and was found to
significantly correlate with all five personality measures for all grades (6, 9, and 12) with
the exception of Openness for 12th graders. Combined grade correlations range from r =
.18, p < .05 for Conscientiousness tor = .26, p < .01 for Agreeableness. It was also
validated against absenteeism (Lounsbury, Steel, Loveland, & Gibson, in press).
The above mentioned studies represent the majority of adolescent personality
research utilizing the Big Five. The current status of personality assessment for
adolescents appears to be focused in the direction of the Big Five perspective in the sanie
manner that adult personality currently emphasizes the Big Five. As with adults, the
existence of a five-factor personality structure for adolescents has been established
(Digman, 1980). However, the body of knowledge pertaining to adolescent personality is
lacking in certain areas. For example, longitudinal studies are largely absent from
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adolescent personality research, especially studies employing the Big Five. There is much
left to understand concerning relationships. with criterion and improving measures.
Summary
In an effort to condense and organize the above findings, the Big Five dimensions
will be used to categorize the literature on personality assessment and academic
achievement.
Neuroticism

The results for neuroticism and academic achievement are slightly uneven but the
_ evidence tends to lean in the direction of low neuroticism as a replicated correlate of
academic achievement. Earlier studies from the 1960's and early 1970's mainly found a
·negative relationship between anxiety and performance (Cotler, 1969; Mulroy, 1968)
although some studies found mixed or non-significant relationships with anxiety,
depending on the type of achievement measured (Cox, 1960; Lynn, 1961; Khan, 1970).
Barton, et al. (1974) proposed that anxiety was a variable particularly related to the
achievement for sixth and seventh graders. While low levels of anxiety were found to
correlate with achievement in three academic areas, it was not an across the board
predictor. Social studies grades were found to correlate with extrel_lle high and low levels
of anxiety. Walsh and Walsh (1978) found an interaction effect with Eysenck's measure
of neuroticism and intelligence. While above average intelligent students achieved higher
with low neuroticism, no relationship was found for below average intelligent students.
For studies implementing Big Five measures, John et al. (1994), found no
significant relationship between neuroticism and GPA or intelligence. However,

23
Lounsbury, et. al. (2003) did find a positive relationship for 6th, 9th, and 12th graders with
the inverse ofNeuroticism, labeled Emotional Stability.
Extraversion

The reiationship between Extraversion and achievement has typically yielded the
most inconsistent results. Age seems to moderate the relationship between Extraversion
and school performance as studies have found Extraversion to help or hinder academic
achievement depending on whether the student is in early or late adolescence. For
example, Goh and Moore ( 1978) found no relationship between Extraversion and school
performance at the high school level, but did find a significant negative relationship for
Extraversion among university students: r = - .24 (p < .05) for overall GPA and r = .-68.
(p < .01) when specifically correlated with grades form the "hard sciences". Barton et. al.,
(1974) found both extreme high and low levels of extraversion for sixth and seventh
graders to be related to academic achievement. This age group of 12 to 13 years ·old
seems to be the critical developmental period for a shift in importance from extraversion
to introversion. After reviewing scales by both Cattell and Eysenck, Entwistle ( 1972)
confirmed that there is evidence for a trend towards a positive relationship between
Extraversion and academic performance in the earlier years and a shift to a positive
relationship between introversion and academic· performance for college students.
From as early as the 1960's, extraversion-introversion has often been studied at
the university level and has consistently found a positive relationship with introversion
and academic success (Entwistle & Entwistle, 1970; Furneaux, 1962; Kelvin, Lucas &
Ojha, 1965); Lynn & Gordon, 1961). Entwistle warns that type of institution, academic

24
area, and intellectual level may all effect this developmental trend. Consequently, there is
still much to discover about the extraversion-introversion relationship.
Openness

Openness to experience showed a strong, positive relationship to academic
performance and.intelligence in a study by John et al. (1994). Significant correlations
were found across all four subject areas and three scales of an intelligence test.
Lounsbury et al. (2003) also found significant correlations ]?etween Openness and GPA,
not unexpected considering the characteristics of eagerness and a willingness to learn.
Cattell, et al. (1972) found adventurousness to correlate with mathematics achievement.
Openness to experience is.most closely related to the O factor of culture in the HSPQ.
The bulk of HSPQ research suggests that Openness is significant! y related to academic
achievement.
Conscien:tiousness

Conscientiousness is likely to be one of the best overall predictors of school
achievement based on the frequency of support found for adolescents. Oakland (1969)
found that achieve�ent w�s correlated with items describing planning, organizing, and
dependability. Conscientiousness correlated with all four· academic areas studied by
Cattell et al. (1972) and was also found to be an overall predictor of school success by
Hakstian and Gale (1979). John et al. (1994) also found conscientiousness to be a
consistent predictor of school performance. Schuerger and Knuna (1987) found
conscientiousness to have one of the highest predictive validities for academic success
from high school to the college level as measured by regression.
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Agreeableness
Not much support has been found for a relationship between the trait of
agreeableness and grades or intelligence. John et al. (1994) found no significant
relationship for agreeableness in relation.to any academic area or intelligence. The A
(sociability) in the HSPq is the most closely related to agreeableness and is described as
cooperation on the positive pole, reserved on the negative. The A factor was significantly
correlated at the .01 level across all areas of achievement for sixth graders but was not
significant in any area for sev�nth graders (Cattell et al., 1972). Mandryk and Schuerger
. (1974) also found significant correlations for agreeableness with verbal, quantitative, and
GP A for students 16-18 years old. Agreeableness had the highest correlation with GPA
for the combined grades of 6,9, and 12 (Lounsbury, et. al., 2003). A negative correlation
was found with A for 14 year-old females in Spain (Foms-Santacna, et al., 1996).
Validating personality measures in the adolescent population has demonstrated
encouraging results. Personality assessment can be implemented for the purpose of
identifying potential problem areas in academics, classroom behavior, truancy, substance
abuse, �nd delinquency. One clear finding from the literature is that personality must be
examined within the context of age, gender, and specific academic areas. These factors
prevent personality studies from producing consistent results.
Future research should focus on improving personality measures, particularly with
extraversion and neuroticism. Also, specific Big Five measures should be applied more·
frequently to academic settings and possibly be re-written or contextualized for
adolescents. Few adolescent personality measures have been updated to represent current
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trends in personality research, namely the Five Factor Model. The current validation
studies on adolescent personality illustrate the feasibility of creating profiles of students'·
academic. and behavioral strengths and weaknesses.
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CHAPTER II
EXAMINATION OF BIG FIVE AND THE
PREDICTION OF ACADEMIC PERFORMANCE

Objectives

The first goal of the present research is to examine criterion-related validity
between the Big Five personality traits and GPA using the APSI. Currently, there is a
deficiency in the number of studies employing a Big Five measure in the adolescent
population. The APSI is a newly developed measure that has been previously validated
but needs further analysis to replicate findings by Lounsbury, et al. (2003). One aspect of
effective instrumentation is providing a context that the test-taker.can relate to and
prevent any errors due to simple lack of ite_m comprehension. The ASPI has gone through
several revisions to ensure that the vocabulary is current and understandable by students
11-18 years of age. Items are not only on an appropriate reading level but are also school
specific. That is, they refer to school situations instead of ambiguous references that are
not confined a school context. The literature supports using a contextual approach which
increases scale validity by providing test-takers with an appropriate frame-of-reference
(Schmit, Ryan, Stierwalt & Powell, 1995).
A Big Five structure for adolescent personality is still in the developmental stages
and can benefit from additional research that focuses on establishing instrumentation and
exploring criterion-related validity. Consequently, a common vocabulary and framework
that is relevant to both adolescents and adults can be founded and more easily understood
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when comparing populations or following individuals as they progress. into adulthood.
Replicating findings by previous research using the APSI will contribute significantly to
the _adolescent personality literature by providing additional support for one of the few
adolesce�t Big Five measures.
The second goal of this study is to investigate how much variance in GPA is
accounted for by the Big Five. Based on the literature reviewed, it is expected that the
Big Five will account for a significant portion of the variance.
The third goal of this study is to investigate the predictive validity of personality
traits !lleasured at Time I against GPA measured at Time 2 (one year later) and Time 3
(two years later). There are no longitudinal studies to date using a Big Five measure with
adolescents. This portion of the study will seek to provide confirmation of the predictive
ability of the APSI. Also, by examining personality one year later, it is possible to
identify any personality transitions adolescents may go through during the maturation
process. In other words, as an individual ages and matures, how stable is personality over
time?
The fourth goal of the present research is to address two questions left
unanswered by previous research. First, research has produce varied results when
analyzed by gender; some studies finding differences while others find no differences.
Further information is necessary to clarify any existing sex differences in the
personality/GPA relationship. Second, does the relationship between Extraversion and
GPA change from positive to negative over time? Some of the research has found a
change in the relationship of Extraversion starting approximately in the 6th grade and
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finishing the transition in college. Based on the ages available for this study, it is
expected that Extraversion measured in the 12th grade will show a negative relation�hip
with GPA.
Hypotheses
Hypothesis 1

The Big Five personality traits will be significantly related to grade point average.
Additional predictions for each of the five personality dimensions h�ve been
made based on the �eviewed literature of adolescent personality and in particularly the
Big Five research using the ASPI (Lounsbury, et. al., 2000).
a) Agreeableness will be positively related to GPA.
b) Conscientiousness will be positively re�ated to GPA.
c) Emotional Stability will be positively related to GPA.
d) Extraversion will be positively related to GPA.
e) Openness will be positively related to GPA.
Hypothesis 1

The Big Five will account for a significant amount of variance in GPA.
Hypothesis 3

Using longitudinal GPA, the Big Five personality traits will predict GPA at Time
2 and Time 3 based on Time 1 personality results. For example, 6th grade personality
results will predict GPA for 7th grade and 8th grade.
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Research Questions

1) Does the relationship between personality and GPA differ significantly for
males and females?
2) Is there a trend for the relationship between Extraversion and GPA to change .

from positive to negative _over time?
Method

Research Design

The da�a for this study were attained with permission from a secondary data
source (Breakwell, Hammond, & Fife-Schaw, 1995). The sample originated from a study
conducted in a Southern school system performed by Resource Associates, Inc., an
industrial/organizational psychology consulting firm. The data were collected once a
school year for three years to yield longitudinal information. The Adolescent Personal
Style Inventory (ASPI) consists of personality measures contextualized for the adolescent
population and was based on the Big Five dimensions of personality-Agreeableness,
Conscientiousness, Emotional Stability, Extraversion, and Openness. All measures were
developed and validated-by Resource Associates, Inc. (Lounsbury & Gibson, 2002).
Participants

Sample 1,Time 1. A total of 1331 students from a middle school and a high
school representing grades 6, 9 and 12 were examined from the above-mentioned
archival data source. These data were collected with the approval of the County School
Board and no identifying information was available for any individual record. There were
542 6th graders, 446 9 th graders, and 341 12 th graders from a semi-rural Southern school
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system. Mean ages were 11.63 for 6ht graders, 14.53 for 9th graders and 17.5 for 1·2th
grade. By grade, the percentages of males and females were: 6th grade- 50% male/50%
female, 9th grade- 48% male/ 52% female, and 12th .grade- 46% niale/ 54% female.
Additional demographic information was not collected for individuals but the school was
approximately 98% Caucasian and 2% African American.
Sample 2, Time 2 and Time 3. Students from the same schools participated one
and two years later. Time 2 data collection did not include the twelfth grade subjects from
Time 1 due to graduation from high school. Demographic information was not recorded.
Time 2 and Time 3 data was collected using the same procedure as Time 1. Time 2 and
Time 3 data collection also used the same measures. Time 2 data represents grades 7 and
10. Time 3 data represents 8th grade only.
Measures

Adolescent Personal Style Inventory. The Adolescent Personal Style Inventory
(APSI) was developed to measure personality traits for the specific population of
adolescents; ages 11-18. The inventory consists of the Big 5 personality dimensions
Agreeableness, Conscientiousness, Emotional Stability, Extraversion, Openness as well
as five other personality dimensions not used in this study. Each of the Big 5 personality
dimensions has 10 items and utilizes a five-point Likert scale: l= Strongly Disagree, 2. =
Disagree, J.= In-between, 1_= Agree, and �= Strongly Agree. The APSI has been shown to
have acceptable evidence of reliability and validity (Lounsbury, et al., 2003).
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Agreeableness. This scale assesses the inclination to be helpful, cooperate, work well .
with others and a general concern for people. The scale consists of 10 items with a ,
coefficient alpha reliability of .82.
Conscientiousness. This scale addresses a person's tendency to be reliable, goal-oriented,
and hard-working. Conscientious adolescents are motivated and have a desire to achieve.
The scale consists of 10 items with a coefficient alpha reliability of .84.
Emotional Stability. This scale assesses an adolescent's propensity to be anxious and how
well an individual responds to stress. The scale consists of 10 items with a coefficient
alpha reliability of .85.
Extraversion. This scale assesses the tendency to enjoy social situations, making friends,
and being active. Extroverted adolescents' tend to be more optimistic and experience
positive ·affect. The scale consists of 10 items with a coefficient alpha reliability of .87.
Openness. This scale assesses an individual's willingness to learn about new things and
preference for routine. Typically, open individuals enjoy learning about different cultures
and lack rigidity in thinking and choice of activities. The scale consists of 10 items with a
coefficient alpha reliability of .81.
GPA. Cumulative grade point average (GPA) was reported for each student on a
standard 4.0 scale. GPA for Time 2 and Time 3 data were cumulative, including GPA
from Time 1.
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CHAPTER III
RESULTS AND DISCUSSION

Results

All statistics were calculated using the SPSS Version 11.0 statistical package
(SPSS base 11.0 User's Guide, 2000). Descriptive statistics are presented for Time 1,
Time 2, and Time 3 students. The validity studies are presented by grade and by Time 1.
Longitudinal data is analyzed by stepwise regression with Time 2 and Time 3 GPA as the
dependent variable and Time 1 Big Five traits as independent variables. The stepwise
regression procedure is performed by first selecting the independent variable which most·
highly correlates with the dependent variable. The next independent variable is selected
whose partial correlation is the highest from the remaining independent variables. This
procedure was chosen to assess the potential for each of the Big Five traits to be
evaluated for their contribution to the prediction of GPA.
GPA Descriptive Statistics

Overall mean GP A (Table 1) for each grade level for Time 1, Time 2, and Time 3
are as follows: 6th grade (M=3.02), 7th grade {M=2.9), 8th grade {M=2.96/.83), 9th grade.
(M=2.97), 10th grade (M=3.19), and 12th grade {M=3.16). Females had higher GPA's than
males at each grade level. A series of T Tests were performed to identify any significant
gender differences in mean GPA for each grade level {Table 2). Except for 10th graders, .
females had significantly higher GPA than males for all other grade levels: 6th grade (t =
4.33,p < .001), 7th grade (t = 4.07,p < .001), 8th grade (t = 3.00,p <.01), 9th graders (t =
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Table 1
Descriptive Statistics for Time 1. Time 2. Time 3 and GPA
N

Mean Age

MeanGPA

SD

6th grade

377

11.63

3.02

.77

7th grade

176

NIA

2.90

.92

g tn

grade

363

NIA

2.96

.83

9th grade

354

14.53

2.97

.93

10th grade

195

NIA

3.19

.69

12th grade

309

17.48

3.16

.60

Table 2
Summary ofMeans and T Tests for Gender
MaleGPNSD

FemaleGPNSD TTest

6th grade

2.851.82

3.191.67

T(375) =
4.33***

ih grade

2.651.98

3.201.75

T(174) =
4.07***

8th grade

2.83/.91

3.1/.73

T(361) = 3.00**

9th grade

2.83/.90

3.1/.94

T(352) = 2.56**

10th grade

3.14/.65

3.231.72

T(193) = .96

12th grade

3.04/.64

3.261.56

T(307) = 3.12**

Note: *p < .05, **p < .01, ***p < .001
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2.58,p < .01), and 12th grade (t = 2.58,p < .01). No significant gender difference was
found for 10th grade GPA.
Hypothesis 1
The purpose of the first" research goal was to examine the relationship between the
Big Five and GPA. Within this relationship, gender differences are reported to satisfy the
first research question.
Results for Hypothesis I are displayed in tables Tables 3 through 5 summarizing
the Pearson product-moment correlations of personality traits with the criterion of GPA
for each grade level during Time 1. Each grade level was also examined by gender and
Fisher's z statistic was used to detect any significant gender differences between
correlations. Time 2 and Time 3 were not available for this analysis.
Sixth graders. Hypothesis I was supported for Time I data with 6th graders (Table
3), 9th graders {Table 4), and 12th graders. For 6th graders, the correlations are as follows
Agreeableness (r = .26,p < .01), Conscientiousness (r = .26,p < .01), Emotional Stability
(r = .26,p < . 01), Extraversion (r = .28,p < .01), and Openness (r = .18,p < .01).

Significant Pearson correlations for all five personality traits were also found for male
and female 6th graders respectively: Agreeableness (r = .23,p

< .01) and (r = .27,p <

.01), Conscientiousness (r = .26,p < .01) and (r = .26,p <. 01), Emotional Stability
(r=.26,p < . 01) and {r=.26, p < . 01), Extraversion (r = .25,p < .01) and (r = .26, p < .
01), and Openness (r = .22,p <.01) and (r = .16,p <. 05). Fisher's z revealed no
significant differences between male and female correlations of the Big Five.
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Table 3
Personality-Criterion Correlations for 6'h Grade Sample (Time J)
Overall GPA

Criterion
Male GPA

Female GPA

Agreeableness

.26**

.23**

.27**

Conscientiousness

.26**

.26**

.26**

Emotional Stability

.26**

.26**

.26**

Extraversion

.28**

.25**

.26**

Openness

.18**

.22**

.16*

Note: *p < .05, **p < .OJ

Table 4
Personality-Criterion Correlations for 9'h Grade Sample (Time J)
Overall GPA

Criterion
Male GPA

Female GPA

Agreeableness

.26**

.21**

.27**

Conscientiousness

.19**

.14

.22**

Emotional Stability

.19**

.14

.22**

Extraversion

.21**

.22**

.17

Openness

.31**

.22**

.22**

Note: **p < .OJ
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Table 5
Personality-Criterion Correlations for 1th Grade Sample ffime 1)

Overall GPA

Criterion
Male GPA

Female GPA

Agreeableness

.28**

.31**

.22**

Conscientiousness

.14*

.01

.21**

Emotional Stability

.14*

.01

.21**

Extraversion

.1-1

.07

.09

Openness

.20**

.25**

.15

Note: *p < .05, **p < .OJ
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Ninth graders. For 9th graders (Table 4), all five personality dimensions were
significantly related to GPA: Agreeableness (r =.26,p < .01), Conscientiousness (r = .19,
p < .01), Emotional Stability (r = .19,p < .01) Extraversion (r = .21,p < .01), and

.Openness (r = .31, p < .01). Significant Pearson correlations for two personality traits
were also found for male and female 6th graders respectively: Agreeableness (r = .21,p <
°

.01) and (r = .27,p <.01), and Openness (r = .22,p < .01) and (r=.22,p < . 01).
Extravers_ion (r = .22,p < .01) was significantly related to GPA for males only.
Conscientiousness (r = .22,p < .01) and Emotional Stability (r = .22,p < .01) were
significantly related to GPA for females only.
Twelfth graders. Twelfth grade (Table 5) results showed significant GPA
correlations with Agreeableness (r = .28, p < .01), Conscientiousness (r = .14, p < .05),
Emotional Stability (r = .14, p < .05), Openness (r = .20, p < .01). Extraversion was not
significantly related with GPA. Agreeableness (r = .31,p < .01) and (r = .22,p < .01) was
the only significant trait both males and females had in common, respectively. Openness
(r = .25,p < .01) was significantly related to GPA for males only. Conscientiousness (r =
.21,p < .01) and Emotional Stability (r = .21,p < .01) were significantly related to GPA
for females only.
Hypothesis 2

. Stepwise multiple regression was performed to investigate the how much variance
is accounted for by the five personality traits and GPA at Time 1. Hypothesis 2 was
supported at all three grade levels and accounted for 12%, 9%, and 8% of the variance in
GPA for 6th, 9th, and lih grade respectively. Results are reported in Tables 6-8.
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Table 6
(lh Grade Stepwise Multiple Regression for Personality and GPA /Time 1)
Predictors
Extraversion
Agreeableness
Conscientiousness
Conscientiousness
Male
(N= l87)
Agreeableness
Agreeableness
Female
(N=l84)
Extraversion
ote:
*p < .05, **p < .01, ***p < .001.
N
Overall
(N=372)

R

-R

.28
.33
.35
.25
.30
.27
.32

.08
.11
.12
.06
.09
.07
.11

2

R2
change
.08***
.03***
.01*
.06***
.03*
.07***
.03**

Table 7
9h Grade Stepwise Multiple Regression for Perso'!ality and GPA /Time 1)
Predictors
Agreeableness
Overall
(N=352)
Openness
Male
Extraversion
(N=l6 7)
Agreeableness
Female
(N=l84)
Note: *p < .05, **p < .01, ***p < .001

R

R2

.26
.30
.22

.07
.09
.05

R2
change
.07***
.02**
.05**

.27

.07

.07***
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Table 8
12'h . Grade Stepwise Multipie Regression for Personality and GPA (Time 1)
Predictors
Overall
Agreeableness
)
352
=
(N
Male
Agreeableness
Openness
(N=139)
Female
Agreeableness
(N=l65)
Conscientiousness
Note: *p < .05, **p < .OJ, ***p < .001

R

R2

.29

.08

R2
change
.08***

.31
.36
.22
.28

.10
.13
.05
.08

.10***
.03*
.05 **
.03*.
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· Sixth graders. The first variable to enter the model was Extraversion, R = .28,p <
.001, with an R 2 of8%. N:ext, Agreeableness was entered into the model (R = .33, p <
.001), which represents an R 2 change of3%. Last, Conscientiousness was entered (R =
.35, p < .001) with an R 2 change o{l %. For males, Conscientiousness was entered first,
· R = .25, p < .001, with an R 2 of6%. Agreeableness was the only other significant trait to
enter the model (R = .30, p < .001) with an R 2 change of3%. For females,
Agreeableness was first to enter the model, R = .27,p < .001, with an R 2 of 7%.
Extraversion was second (R = .32,p < .01) with an R 2 change of 3%.
Ninth graders. The first variable to enter the model was Agreeableness, R = .26,p
< .001, with an R 2 of7%. Next, Openness was entered into the model (R = .30,p <
\

.001), which represents an_ R 2 change of2%. For males, only Extraversion was a
significant predictor, R = .22, p < .001) accounting for 5% ofthe variance in GPA. For
females, Agreeableness was the only significant variable to enter the model, R = .27, p <
.001, with an R 2 of7%.
Twelfth graders. The variable to enter the model was Agreeableness, R = .28,p <
.001, with an R 2 of8%. For males, Agreeableness was entered first, R = .31, p < .001,
with an R 2 of10%. Openness was the only other significant trait to enter the model (R =
.36, p < .001) with an R 2 change of3%. For females, Agreeableness was first to enter
the model, R = .22,p < .001, with an R 2 of 5%. Conscientiousness was second (R = .28,
p < .01) with an R 2 change of3%.
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Hypothesis 3

To investigate relationships over time, longitudinal data were coll_ected one year
later for grades 6 and 9, and two years later for grade 6 only. One.year later is referred to
as Time 2 and two years later is referred to as Time 2. Time 2 data were riot available for
12th grade because of student graduation. Stepwise multiple regression was performed to
test whether the Big Five traits predicted grades at Time 2 and Time 3. The criterion
variable was Time 2 GPA, Time 3 GPA and the predictor variables were Time 1 Big Five
traits (Table 9).
Hypothesis 3 was supported for 6th grade personality traits predicting Time 2
grades one year later. Conscientiousness was first to enter the model, R = .35,p < .001
with an R 2 of 12%. Extraversion was the second variable entering the equation (R = .41, ·
p < .001) with an R 2 change of 5%. At Time 3, Agreeableness was found to significantly
predict GPA and personality R = .30,p < .001 with an R 2 of 9%.
Hypothesis 3 was also supported for 9th graders with Agreeableness predicting
Time 2 grades, R=.29,p <.001, R 2 of 8%.
Bi-variate correlations between personality and GPA for Time 1, Time 2, and
Time 3 are reported in Table 10.
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Table 9
Stepwise Multiple Regression for Time I Personality and Time 2, Time 3 GPA

Grade

2

2

Predictors

R

R

Conscientiousness
Extraversion
Agreeableness

.35
.41
.30

.12
.17
.09

chan e
.12***
.05**
.09***

Agreeableness

.29

.08

.08***

R

Note: **p < .OJ, ***p < .001

Table 10
Personality-GPA Correlations for Time I, Time 2. and Time 3
h

GPA
grade 8th grade 9th grade 10th grade

6th grade

i

Agreeableness

.26**

.36**

.30**

.26**

.29**

.28**

Conscientiousness

.26**

.35**

.20**

.19**

.18*

.14*

Emotional Stability

.26**

.35**

.20**

.19**

.18*

.14*

Extraversion

.28**

.32**

.20**

.21**

.08

.11

Openness

.18**

.26**

.14**

.31**

.12

.20**

Note. *p < .05, **p < .OJ.

12th grade
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Research Questions

The first research question addressed possible gender differences in relation to
personality and GPA. These results were reported as part of the Hypothesis 1 findings
and showed no gender differences in the 6th grade. All five personality traits were
significant for both males and females and Fisher's z statistic revealed that the difference
between the correlations was not significantly different for males and females_.
The results for 9th and 12 th grade showed differences in correlations for males and
females but Fisher's z showed that there was no _significant difference between the
correlations for males and fe�ales. For example, although 9th grade females had a
significant relationship between Conscientiousness and GPA (r = .22, p < . 01) and males
had no significant relationship (r = .14), the two correlations were not statistically
different from each other. Therefore, there are no significant differences in the
correlational findings of males and females for 6th, 9th, or 12th grade.
The findings for the second research question did not support a correlational trend
from positive to negative between Extraversion and age. Based on the literature, if there
were an age effect for Extraversion we would expect to see the 6th and 9th graders
positively correlated with GPA and 12th graders to be negatively related. The relationship
of Extraversio� was significant and positive for both 6th and 9th grade but was not
negative or significant at the 1th grade level. These results show thatwhile 6th and 9th
graders did have the expected positive relationship with age, the lack of a negative
relationship for 12th graders failed to fulfill the trend for Extraversion.
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Discussion

One of the main goals of the current study was to provide criterion-related
validity support for a relatively new Big Five measure, the APSI. Personality research is
only as useful as its measures and consequently, measures must continually be refined,
replicated, and applied in new and inventive ways. Exploring criterion-related validity is
one method personality psychologists can apply measures to elaborate on what is already
known about adolescent personality. For the study, the APSI has again proven its
predictive power by finding significant relationships between personality and academic
performance measured concurrently and longitudinally.
Personality and GPA

The results for Hypothesis 1 show commonality in trait significance with all five
traits significantly relating to GPA at all three grade levels except for Extraversion and
12th graders. These results both replicate Lounsbury, et. al. (2003) and support the Big
Five literature reviewed. The stepwise regression analyses for Hypothesis 2 further
demonstrates the usefulness of personality as predictors of academic achievement. At
each grade level, 12%, 9%, and 8% of the variance was accounted for-in GPA.
Agreeableness was the universal predictor for each grade level. Extraversion and
Conscientiousness were also predictors at grade 6 and Openness at grade 9. Both the
correlational findings and the regression results demonstrate the importance of each of
the five traits. Criterion-related validity, significant variance and replication of previous
APSI findings were all accomplished as hypothesized.
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Agreeableness
Although Conscientiousness often receives the most attention in the personality
. literature, this study found that Agreeableness showed the most consistent pattern of
· significant correlations with GPA across the groups examined in the study. The strong_
find1ngs for Agreeableness could be attributed to the characteristics of being· cooperative
and participative and refraining from critical, argumentative _behaviors. It is arguable that
teachers would prefer an agreeable student because they are flexible and good-natured,
traits .that are desirable for learning. It would be interesting to see what role diverse
classroom environments would play in the significance of Agreeableness. For example,
how does Agreeableness manifest itself in a highly competitive environment versus a
cooperative or teamwork based learning environment?
Agreeableness was the only trait to be significantly correlated with GPA for both
males and females for all grade levels. Regression results also show strong support for
Agreeableness being a significant predictor of GPA for males and females at each grade
level except 9th grade males. Agreeableness was the only predictor for 9th grade females,
accounting for 7% of the variance and had an R 2 change of 3% for 6th and 12th grade
males and females. The 12 th grade combined sample of males and females accounting for
7% and 8% of the variance, respectively. These results imply that Agreeableness is a
relatively stable and a valid predictor for all three grades and for both males and females.
Conscientiousness
Conscientiousness had the highest criterion-related validity at the 6th grade level,
was significant with both males and females, and accounted for significant variance for
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6th graders, providing a 1% R 2 change. There were gender differences for 9th and 12
graders. For females, Conscientiousness was significant at all three grade levels and
provided a 3% R 2 change at grade 12. However, correlations with males were not
significant in the 9th and 12th grades and did not account ror any significant variance.
Several studies have found Conscientiousness ·to be the most consistent and
powerful predictor of school success, often being the lone variable to correlate with all
types of academic criteria (Hakstian & Gale, 1979, Catell, et al. 1972). Conscientiousness
correlates with other criteria in adolescent personality literature and is a prominent
finding (negative relationship) in problem behavior research {Loukas, Krull, Chassin, and
Carle, 2000; Heaven, 1996; Olweus, Block, & Radke-Yarrow, 1986). The importance of
Conscientiousness may extend well beyond just academic performance.
Conscientiousness is also regarded as a universal predictor of job performance for
adults across all occupational groups (Barrick & Mount, 1991; Tett & Jackson, 1991).
This is an important relationship to consider, especially when comparing students to
workers and what traits predict job performance {Lounsbury, et. al., 2003). For example,
if a student scores low on Conscientiousness, they may be rejected when· applying for
future jobs or may be a poor performer and ultimately have limited job success. A low
score on Conscientiousness may also indicate an individual having difficulty achieving
academic success in college (Lounsbury, Sundstrom, Loveland, & Gibson, 2003).
Openness

Openness had consistent criterion-related validity and universally correlated with
GP A at all grade levels. Openness also correlated significantly with GPA for both males
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and females for 6th and 9th grade, and only 12th grade males. These findings support the
Big-Five literature where Openness was also a consistent predictor for reading, spelling,
writing, and math (John, et. al., 1994) and GPA for middle and high school students
(Lounsbury, et. al., 2003). The regression results showed Openness contributing an
R 2 change of 2% for the overall sample of 9th graders and a significant 3% R 2 change for
12th grade males.
The findings for Openness are not surprising considering the construct reflects a
willingness to learn new things. Students scoring low in Openness are less eager to stray
from their conventional ways and/or accept new ways of thinking. In a classroom setting,
a student can benefit by learning how to approach problems differently, instead of relying
on predictable, narrow techniques. For example, Cattell, et al. (1972) found math scores
to negatively correlate with tough-mindedness and positively correlated with
adventurousness. Math is a subject area requiring problem solving skills that most evolve
and adapt rather than remain stagnant and resistant to new approaches. Based on these
findings, being open to new experiences is an integral part of the learning process.
Emotional Stability
Emotional Stability, more commonly cited in the inverse form as Neuroticism,
performed effectively as a trait significantly related to GPA at all three grade levels,
although weaker for 12th grade. Emotional Stability was not a significant predictor for
any of the regression analyses by grade level.
The construct of Emotional Stability can be complex with previous research
occasionally revealing mixed results. Students with low levels of Emotional Stability are
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characterized as being anxious, less resilient, and unstable. Based on these descriptors, it
is apparent why high levels of Emotional Stability would logically be correlated with
academic success. A student who performs well is thought to react satisfactory and
consistent under pressure, such as during an exam. However, different results across
studies indicate that high levels ofNeuroticism are related to specific areas of academic
achievement. For example, both extreme high and low levels ofNeuroticism were found
to correlate only with social studies (Barton et al., 1974). For the purpose of this study, as
well as the majority of the literature, Emotional Stability has proven to be a reliable
correlate of school success but may depend on the specific subject areas.
Extraversion

Of the five personality dimensions in this study, Extraversion had the weakest
validity with GPA, with significance exhibited at the 6th and 9th grade level but not 12th
grade. Extraversion was the only trait not to universally correlate at all three grade levels
with overall GPA. While both 6 th grade males and females had significant relationships
with Extraversion and GPA, Fisher's z showed that these correlations were not
significantly different from each other. By the 12th grade,,there was no relationship at all
between GPA and Extraversion for either gender. When the overall GPA was analyzed
for 9th grade, Extraversion was found to be significantly (r = .21, p < .01) related to GPA
and was the single personality predictor for males, accounting for 5% of the variance in·
GPA.
Differences in Extraversion across grade levels may be due to environmental
factors, such as the way classes are conducted that may facilitate or restrict individuals
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with high energy and social needs. Maturation 'is another possible explanation of why
Extraversion changes over time. Literature has shown some indication of an age
transition with Extraversion leaning towards a positive relationship in early adolescence
and shifting to a negative relationship in late adolescence (Entwistle, 1972).
Research Question 2 sought �o provide additional evidence about a possible
Extraversion/lntroversion age effect. A positive correlation was found between
Extraversion and overall GPA for 6th and 9th graders. It was also the strongest predictor at
the 6th grade level, accounting for 8% of the variance. It was also the only significant
predictor of GPA for 9th grade males, with an R 2 of .05 (p <. 01). However, the
·relationship did not change to negative, as the literature suggests it should, in the 12th
grade rather, it was not significant with GPA. The lack of significance with Extraversion
for 12th graders may be partly due to an age effect that is not apparent at this grade level,
but may be at the college level. The Fterature is not clear as to the specific ages when the
transition from a positive to negative relationship occurs and this study cannot predict
that the 12th grade sample would develop a negative relationship with academic
achievement (as measured at the college level) in one year. A negative correlation has
been observed between Extraversion and achievement for college students (Sheddon,
1977, Goh & Moore, 1978). Future research could measure the sample at college age to
answer this question.
Longitudinal Findings

The most important contribution of this study is the longitudinal design that
provides information not previously seen in Big Five adolescent personality literature.

51
Earlier longitudinal studies were done using the now dated HSPQ (Mandryk &
Schuerger,.1974; Anthony, 1977; Schuerger & Kuna, 1987). These studies found other
than intelligence, Conscientiousness and self-control were the only factors that predicted
school performance 10 years later (Schuerger & Kuna,1987). The third hypothesis
predicted that Time 1 personality would predict the Time 2 and Time 3 criterion of GPA.
This was supported for both 7th, 8th, and l 0th grade sample. Longitudinal evidence is a
powerful way to demonstrate the strength of personality constructs and to provide insight
into to the stability of personality during adolescence. The longitudinal findings support
the notion that personality traits are relatively generalizable over time and across
situations (McCrae & Costa, 1997; Salgado, 1997; Costa & McCrae, 1988).
Agreeableness was a significant predictor of GPA for 8th and 10th graders.
Conscientiousness and Extraversion were the strongest predictors for 7th grade GPA and
accounted for 17% of the variance. Similar findings have shown that these same three
traits of Agreeableness, Conscientiousness, and Extraversion are the most stable in
adolescence whereas and levels of Emotional Stability and Openness tend to increase
with age (McCrae, Costa, Terracciano, Parker, Mills, De Fruyt, & Mervielde, 2002).
Despite some lack of stability of personality in adolescence, personality still predicts a
complex, broad criterion of GPA. GPA reflects a composite of incon�ous experiences
including many hours of studying, different teachers, a variety of course, etc. The fact the
GPA is determined by so many sources magnifies the significance of the longitudinal
findings in this study. The results demonstrate the value of personality as a consistent
predictor of academic achievement over time.
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Gender Differences
The first research question was intended to address the disorganized findings in
the literature for adolescent males and females with personality. Previous studies have
shown some differences while others have concluded that sex is of no importance. This
study offers some additional evidence but still no conclusive decision on what role
gender plays in personality. Males and females in the 6th grade showed all five
. personality traits were significantly related to GPA and the correlations were not
significantly different between males and females. Differences in significance were found
for correlations of males and females between Conscientiousness, Emotional Stability,
and Extraversion for 9th graders and Conscientiousness, Emotional Stability and
Openness for 12th graders. However, when the correlations were analyzed further with
Fisher's z, the correlations were not statistically different. for males and females.
Ninth and 12th grade males and females only had two traits in common that significantly
related to GPA, Agreeableness and Openness, and the remaining three traits were not
statistically different for males and females.
The regression results showed both gender similarities and gender differences.
Agreeableness was the only variable in the regression equation that males and females
had in common for both 6th and 12th grade. Conscientiousness and Extraversion were
si�ificant predictors for both males and females but at different grade levels (9th grade
males, 6th grade females). Openness was a significant predictor only for 12th grade
females. Emotional Stability was not a significant variable in the regression equation at
any grade level.

53

Causation of any gender differences cannot be accounted for by the analyses done
in this study but there appear to be personality-GPA differences by grade level. What
exactly differentiates the I I-year old group from the 14-18 year old group? At a
minimum there is a maturational difference, but why does it seem to affect males and
female personality differently for the older age group? Perhaps the classroom
environment is structured differently and achievement expectancies differ for males and
females. Social pressures could forc·e males and females to behave in ways that appear
appropriate for their gender. Teachers may treat males and females differently,
emphasizing specific personality traits. Or, conversely males and females may relate
differently to teachers and curriculum limitations. The way male and female students
learn and respond to the classroom environment may influence the
personality/achievement relationship. Future studies should address these issues by
looking at teacher perceptions based on gender and how gender roles, as defined socially,
· may affect student's behavior and expectations in the classroom. The only definite
conclusion that can be made about gender differences in this study is that females do
have significantly higher GPA's than males.
The Big Five personality dimensi�ns have received the majority of attention in
recent personality research. Big Five measures have assessed adults in college settings
and the workplace with criteria ranging from predicting academic and career performance
to likelihood of spending time in prison. With successful applications to the adult
population, the Five Factor model is overdue for exploration in other populations.
Adolescence is a time of adjustment when an individual's temperament is transformed
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into the more concrete form of personality. Talcing a cue from adult personality research,
the adolescent population can also benefit from a better understanding of the relationship
between personality and various criteria. This study has provided additional evidence in
several areas: the adolescent perso?ality framework, a new Big Five measure, criterion
related validity, and longitudinal data.
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CHAPTERIV
CONCLUSIONS

Limitations

Some of the methodological limitations of the present study include the lack of
diversity in the sampl�. Data was collected from one rural Southern city and had a
relatively homogeneous sample of whites, with few African Americans, Hispanics, or
other ethnic groups. Expanding the sample to include multiple schools with varying types
of students and more widespread geographic locations would improve the ability to
generalize the findings to a broader range of adolescents. Future studies could include
samples from locations other than the United States to observe how the ASPI performs in
other cultures. Cross-cultural studies would contribute to understanding adolescent
personality development as it occurs in diverse schools, family structures, and value
systems.
Secondly, to improve upon the longitudinal design, students could be followed-up
in their remaining years in high school and beyond. Could the APSI predict college
academic success or job success? The implications for ascertaining this type of
information before students leave high school is advantageous on many levels. First,
students may be unaware of how unprepared they are to compete either in the job market
or at the college level. Teachers, parents, and students could benefit from this type of
assessment by identifying "at risk" students and by adjusting curriculum or class structure
to better serve students.
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A third limitation of this study concerns that amount of GPA variance accounted
for by personality. Depending on grade level, variance account from 8% to 17% of GPA.
Is it possible that narrower personality tr�its might predict more variance in GPA. Narrow
traits can represent of areas of personality that do not fall specifically into the Big Five
dimensions (De Raad, 2000).
There is debate in personality research whether the Big Five are inclusi.ve enough
to satisfy all aspects of personality assessment. One recent study investigat_ed whether
adding narrow traits to a Big Five measure would provide incremental validity in an
adolescent sample (Lounsbury, Sundstrom, Gibson, & Loveland, 2003). The traits of
Aggression and Work Drive added 8% to 12% additional variance (depending on grade
level) in GPA beyond the Big Five. Compelling results such as these justify exploring
what other traits could be added to the APSI to increase validity.
A final consideration to improve upon the current ·study involves the criterion of
GPA. Grade point average is multiply determined and the relationships to the predictors
are not always clear (Paunonen & Nicol, 2001). The criterion on GPA could be expanded
to include specific subject areas in addition to an overall measure of academic
achievement. For example, Cattell, et al., (1972) found that personality predicted
academic success differently when broken down by subject area grades such as math,
reading, social studies, and science. Other studies have used standardized subject
achievement test scores and IQ measures to validate personality measures. If the
relationship between a trait and a criterion is unclear, then expanding or simplifying the
criterion could explain the relationship more thoroughly. GPA will likely remain a useful
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research criterion due to its place in the common vocabulary researchers and lay people
alike can understand. However, studies employing GPA exclusively should consider
additional academic achievement measures.
This study used a cumulative measure of GPA for Time 2 and Time 3 which
yielded few differences between Time I, Time 2, and Time 3. GPA should be measured
separately for each year to present a more conclusive longitudinal design.
Future Directions

Certainly the results found in this study have shown that it is profitable to include
the Big Five when assessing adolescent personality. One of the problems of studying
adolescent personality is the lack of inventories containing a uniform construct language
that allows researchers to compare and discuss personality using the same vocabulary.
The APSI offers researchers an opportunity to assess adolescent personality using a Big
Five measure and thereby providing a consistency that currently does not exist.
Validation and prediction of the Big Five and GPA is merely an introduction to
the myriad of unanswered and undiscovered areas in adolescent personality. Criterion
related validity research should explore non-academic criteria including both positive and
negative behaviors arid attitudes. Pro-social behaviors such as leadership, volunteering,
and school involvement would help complete the picture of school success other than just
academic success. Conversely, problem behaviors such as absenteeism, drop out
tendencies, aggression, and criminal proclivity could provide insight for adolescents at
risk of harm or school failure. Looking beyond traditional criteria may explain additional
variance in school performance as well as create assessment tools that students, teachers,
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· and parents can use for ensuring school achievement. Intervening during early
adolescence could possibly prevent some students from academic failure. It would be
valuable to assess students and make the proper adjustments to prepare them for not only
school, but work as well.
Adolescent personality research should not be limited to just what transpires
before graduation. Post-graduation plans could signify additional personality
relationships that differentiate students from each other. It would be interesting to see
how personality and achievement relate to adolescents based on their post-graduation
goals. For example, how would a college-bound student compare to a job-bound student?
Motivation may play a mediating role in predicting school success depending upon the
student's objectives for life after high school. A motivation measure could be added to
personality instruments to explore any mediating roles. Perhaps even a career readiness
or career decidedness measure could be utilized to determine how prepared a student is or
to assess the individual's understanding of their own strengths and weaknesses.
The findings in this study could be taken one step further using diverse research
designs. Students could be assessed by the APSI and based on the results, placed into
groups implementing a variety of teaching methods an(1/or add a control group. The
teaching methods would be tailored to the students' specific personality needs. Students
could then be assessed by a measure of academic achievement to see if the specified
teaching methods improved school success. This would answer some of the causal
questions regarding the influences of the personality/achievement relationship. Clearly
this type of research would require extensive resources, cooperation, and a
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comprehensive theoretical basis. Research involving minors and a school setting are
difficult and time consuming to accomplish. However, using methodological designs
beyond self-report data is necessary in the process of broadening.existing knowledge of
adolescent personality.
Conclusions

�or the purpose of this study, the resul� of the criterion-related validity and the
longitudinal data are significant contributions to the Big Five adolescent literature. The
APSI was proven to be a useful tool for predicting academic achievement not only
concurrently, but predictively for GPA measured two years later. Additionally, The APSI
is poised to predict beneficial criterion beyond academic achievement, such as
absenteeism (Lounsbury, et. al., 2003). The APSI can easily be administered by school
staff in a timely manner and is even available online, thereby eliminating using class
time. The instrument takes up little class time and can be quickly analyzed and
summarized in a language that schools, parents, and students can understand. School
psychologist and counselors could use the APSI as a method for identifying and
modifying traits that could interfere with academic success and future job success. The
advantages of having an instrument such as the APSI is the ability to serve the
educational community by providing insight into academic achievement and awareness
for students.
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